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CHAPTER I
PURPOSE AND SCOPE OF THE STUDY
The educational psychologists insist that there is
little or no learning without some knowledge of progress,
that interest and enthusiasm wane if there is no clear
goal, with frequent estimates of progress toward that
goal ( 2 3: 5) •
If this statement is true with children in the learning
process, the principal will have to recognize it as equally
true in working with teachers to improve classroom teaching.
The principal or supervisor must guide teachers in establishing goals and maintaining some program of evaluation so
that the teachers will have knowledge of their progress
toward these goals.
I.

THE PROBLEM

An attempt was made in this study to (1) determine

how evaluation pertains to the measurement and appraisal of
teaching efficiency, (2) determine the function of evaluation
as a co-operative effort between the individual teacher and
the supervisor to improve teaching, and (3) to determine how
the supervisor can use observations and individual conferences
to help the teacher evaluate her work.

CHAPTER II
THE EVALUATION PROCESS
Because this paper is concerned chiefly with determining how the principal can best help the elementary teacher
11

evaluate 11 her work, it will be helpful to establish just

what is meant by evaluation.

According to Ayar (2:461),

evaluation was practically unmentioned before 1925, and only
since 1940 has the term been used extensively in connection
with education.

He states further that "the present concept

of evaluation is an outgrowth of two closely allied concepts,
measurement and appraisal, each of which has at times been
held to be synonymous with evaluation."
The first attempts at evaluation used the appraisal
approach.

The teacher was appraised in an informal and

subjective manner by the schoolboard or the superintendent.
Gradually the idea developed that some form of objective
measurement, as well as subjective appraisal, was needed in
evaluation.

From this background developed the formation of

the evaluative philosophy held by leading writers in the
field of supervision today; the best method is perhaps a
combination of the subjective and objective approaches, with
the supervisor letting teachers help formulate evaluative
procedures through co-operative efforts (2:461).
Shane and Yauch (29:139-40) describe this gradual
change in the concept of appraisal as being divided into
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three overlapping phases:
(1) The traditional notion that the leader, whether
principal, superintendent, or supervisor,
establishes the program and makes unilateral,
subjective, moral-academic judgments of teacher
success (1800-1920).
scientific 11 movement in
education which led
to reliance on ratin~ scales,
check lists, and 11 controlled measurement as
basis for making decisions about teachers (19151945).

(2) The advent of the

11

(3) The appraisal of teaching efficiency through the
leadership function of helping teachers to be
self-evaluative in co-operative group situations
1935 to date).
In a discussion of current trends in evaluation, Ayar
(2:465) states that the trend is toward a concept that
involves both measurement and appraisal as a co-ordinate and
interrelated process.
process:
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He defines evaluation as a twofold

(1) facts are ascertained by both precise and

informal measurement, and (2) the information thus obtained
is appraised as to its value and significance in light of
established purposes.u
Shane and Yauch (29:147), in reviewing current definitions of evaluation, have come up with the following comprehensive statement:
Evaluation is a process of determining socially
desirable goals and outcomes for education. It is a
continuous, comprehensive, and co-operative procedure
involving children, the staff of the school, members of
the community, and any others who are concerned with
educational outcomes.
Wiles defines evaluation as being more involved in
planning for instructional improvement:
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Evaluation is the process of making judgments that
are to be used as a basis for planning. It consists of
establishing goals, collecting evidence concerning
growth or lack of growth toward goals, making judgments
about the evidence, and revising procedures and goals
in light of the judgments. It is a procedure for
improving the product, the process, and even the goals
themselves (35:292).
Evaluation may be an attempt to measure and appraise
an entire educational program, as indicated in the .two
previously cited definitions, or it may be confined to some
single part.
Shane (28:73), in a survey of evaluation practices in
the United States, found the following five meanings attached
to the term:
(1) Evaluation as a synonym for a testing program.
(2) evaluation as a means of gauging competence of
individual teachers, (3) evaluation as a procedure
followed in judging effectiveness of the over-all program
of the school, (4) evaluation as an expression of values
in the form of criteria to be used subsequently in
studying specific problems, practices, or conditions in
the classroom, administration or curriculum, and (5)
evaluation as a process by means of which changes in
behavior of children are studied and guided toward goals
sought by a school.
Although various writers disagree on the number of
basic steps in evaluating, the process is nearly the same •
.Ayar states that with allowance for flexability, the following
six basic steps will establish procedure for evaluating any
supervisory project:
(1) delimiting the problem
(2) developing evaluative criteria
(3) selecting measuring instrument
(4) making the measurement
(5) appraising the evidence
(6) implementing the appraisal (2:465).
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I.

PROBLEMS INVOLVED

Any attempt to improve instruction in the classroom
usually involves evaluating either the teacher or the
teaching.

From statements by many writers on the subject,

1t is obvious that many problems arise when one attempts to
evaluate teaching.

Shannon says:

To hope to measure efficiency in teaching with
exactitude is to chase a rainbow. Precise measurement
of teaching efficiency is a limit which may be approached
but probably never will be attained. Before such
measurement can be achieved, we must kn.ow what each
individual should be taught, what standards each child
should attain, how all teaching should be done by each
teacher with each pupil, and how achievement in all
fields of learning can be measured. At present none of
these things is known with certainty, altho tentative.
standards have been formulated with respect to many
aspects of them (30:525).
Lawson (14:105) expresses somewhat the same feelings:
11

There is no single device for satisfactorily evaluating

teachers.

Good teaching arises from a combination of traits,

skills, and attitudes which often d.efy exact measurement by
present methods. I!
Adams and Dickey (1:256) sum up their discussion of
the evaluation of teaching in the following way:
Growth must be viewed by the supervisor in relation
to the total situation surrounding a teacher. The
teacher must be considered a unique personality--a
functioning unit, for he brings to the teaching-learning
situation his whole self. To attempt to separate a
teacher's methods from his personality is a virtual
impossibility, and any attempt to evaluate teaching in
such a narrow or restricted way is to ignore the comprehensiveness of the teaching process itself.
Morgan (21-86) showed awareness of the problems

6

involved in measuring teaching efficiency and also a concern
for the future when he said, "It is very likely that everyone who ever set out to measure the quality of service of a
teacher, at some time or other, decided to give it up.

But

we dare not stop trying."
Despite the problems involved in evaluating teachers,
the fact that

11

we dare not stop trying" to find satisfactory

methods has kept investigators busy.

Among various methods

now being pursued are (1) rating procedures involving
objective evaluation of the teacher, (2) achievement tests
which attempt to determine teaching efficiency by measuring
the growth of students, and (3) self-evaluation practices
which operate under the basic tenet that "all persons
involved in the situation being evaluated should have a part
in establishing the criteria by which they will be evaluated 11
( 35-299).

II.

THE PLACE OF RATING

The place of rating in the evaluation of teaching has
been the subject for considerable controversy among writers
in the field of administration and supervision.

Spears, in

a discussion of whether or not the supervisor should rate a
teacher, brought out the following points:

(1) No one is in

a better position to judge instructional effectiveness than
the supervisor; (2) Supervisors have the responsibility for
recommending the dismissal of incompetent teacher; (3) In
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recommending the dismissal of an incompetent teacher, the
supervisor must first judge her as such.

This judgment

represents appraisal whether done in writing or not; (4)
Supervisors are continually rating their teachers when they
invariably reveal their top group by selecting certain
teachers for instructional committees, demonstrations, and
other special assignments; and (5) Principals sometimes
unconsciously rate good teachers by continually passing up
their classrooms on supervisory visits (31:412-13).
Ryans affirms the position taken by Spears:
It is common to assume that the teacher's immediate
supervisor will have a background of acquaintance with
the teacher that may enable relatively valid and reliable
ratings. Furthermore, supervisor's ratings are presumably
made from the standpoint of one who has had an opportunity to compare the teaching performance of different
individuals and who may, therefore, be a qualified judge
of relative abilities (27:693).
Other writers do not agree that rating should be
included as part of a supervisor's duties in evaluation.
Wiles, in particular, stresses the fact that the supervisor
should not take part in the rating of teachers:
(1) Rating teachers is the passing of judgment on
their work by someone who assumes superior
knowledge about the teaching process and the
activities conducted.
(2) Rating based on classroom observations assumes
that one or two visits to a class provide
sufficient evidence for making a judgment
concerning the quality of the teaching.
(3) Rating has harmful effects on instruction. It
establishes one pattern to which the teacher
must conform.
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(4) Rating brings with it a reduction of the freedom
of the teacher and the class to follow the
learning procedures that seem most profitable
to them.

(5) The ability to force a class to follow a pre-

conceived teacher plan is considered a virtue.

(6) Rating keeps the supervisor from helping the

teacher with his weaknesses. For the teacher
to admit any weakness decreases the possibility
of a good rating.

(7) Rating prevents co-operative working relation-

ships between the supervisor and the supervised
(35:293-96).

Wiles ends his discussion of rating with this statement:

uRating should be recognized as an administrative

device used to establish a base for salary increases, promotion, or dismissal, and as a deterrent to improving
instruction 11

(

35: 296).

Elsbree and McNally (7:181) agree with Wiles that
rating is basically an authoritarian approach to improving
teaching.

They say that no matter how diagnostic, helpful,

and friendly a supervisor may be when he assigns a rating,
it will raise a barrier between him and the teacher.
Mead (18:272) suggests that in spite of all the
complexities and the great difficulties connected with rating,
any school system should have a group of its personnel
working on this problem.

He states further that unless we

can solve our rating problems, the time may come when, by
state law, a very crude and inequitable system of rating
forced upon the school could do very serious damage.
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A research study involving Elementary School Principals found that rating procedures in the United States vary
greatly:

• • • 28 per cent report only on probationary teachers;
23 per cent rate all teachers annually or oftener, using
a rating sheet or scale provided by the central office;
17 per cent make an annual descriptive report of teaching
effectiveness for each teacher; 16 per cent are not
required to make teacher evaluations; 10 per cent follow
a program for all personnel that includes a teacher's
self-appraisal and a principal's appraisal; 3 per cent
rate teachers biennially or less often; and 3 per cent
report other types of practice (33:45).
Shane and Yauch (29:161) offer what seems to be one
possible solution to the rating problem:
The problem of 11 to rate or not to rate 11 is not likely
to arise if creative leaders can be free of routine
chores so that they may devote sufficient time to work
with individual teachers in an atmosphere of mutual trust
and good will, common purpose in serving children, and
co-operative participation in planning policies. In fine,
good leadership which frees teachers to work creatively
should 1n itself fil!,g, ~ z:.ating dilemma by eliminating
the need to use rating devices as clubs and goads.
III.

THE USE OF ACHIEVEMENT TESTS

Some schools attempt to evaluate the work of their
teachers by the use of achievement tests.

If the class does

well on the tests, it is assumed that the teacher is doing a
good job of teaching and everyone is happy.

If the results

of the achievement tests indicate that the class is below
the national or school average, it is assumed that the teacher
is doing a poor job of teaching and something must be done
to improve it (35:297).
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Wiles (35:297-98) suggests that using achievement
tests as a plan for judging teacher effectiveness has many
weaknesses:

(1) it does not take into account the ability

of the class to begin with; (2) it. does not measure the
skill the teacher has sho,m 1n guiding the emotional and
social advancement of pupils; and (3) it forces the teacher
to follow a plan of learning activities that may not be best
for his group.
In answer to Wiles's first objection to the achievement test, Lawson (14:106) suggests the use of achievement
quotient.

His plan is as follows:

The procedure is to determine the student's achievement age by using a standardized test in subject-matter
areas, dividing the test score by his mental age as
4etermined by an intelligence test, and multiplying the
resultant quotient by 100. By use of equivalent forms
of the standardized achievement tests, student's growth
over a period of months can be measured. If, during a
year of teaching, a class improves in median AQ, it 1s
probable that the teaching has been superior.
Lawson agrees with Wiles that there are certain things
to take into consideration in interperting the results of
standardized tests.

The pupils may have a different back-

ground of experience, a better home environment, or more
native talent in certain areas covered by the tests.

He also

mentions that certain teachers may resort to some special
coaching either before or during the tests in an effort to
make the results look good (14:108).
One of the biggest objections to the use of achievement tests in evaluating teaching is that they do not take
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into consideration the emotional and social advancement made
by the pupils.

Melby (19:218-19) suggests that there is a

difference between instruction and teaching.

He says that a

person can be instructed in the use of an adding machine and
as a result will have developed a new skill.

The person will

not necessarily be a better citizen or have altered his
general behavior as a result of this instruction.

The

effectiveness of instruction can be measured in terms of what
those instructed know and can do.
Melby maintains that when we turn from instruction
to teaching we encounter different problems.
True teaching must result not only in knowledge and
skill, but in altered behavior. Thus, we must measure
the results of teaching in terms, not so much of what
pupils know, but of what pupils are and are becoming and
in terms of how they behave and how their behavior is
changing (19:219).

IV.

SELF-EVALUATION

Self-evaluation is becoming popular in the modern
evaluation program.

Rose (26:237) states that

11

If evalua-

tions of teaching are to have lasting beneficial effects, it
will be because the individual teachers whose work is evaluated have learned to view their own efforts somewhat
dispassionately and scientifically. 11
Melchior (20:421) expressed somewhat the same feelings:
II

• • • evaluation when done

12. teachers may be (and generally

is) harmful; when done J2,;t teachers in co-operation with
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supervisors, it is desirable. "
Wiles (35:298-300), in discussing the desirable
qualities of self-evaluation, brought out the following
points in justification of such a program:
(1) Participation in the evaluation develops a more
mature and responsible teacher.
{2) Self-evaluation centers the full attention of
the teacher on the learning situation. Time
need no longer be devoted to fooling the
supervisor.
(3) Self-evaluation enables the teacher to bring
pupils into the evaluation.
(4) Each one knows what his goals are and will make
his judgments in terms of achievement toward
those goals.

(5) Each person can maintain professional and

personal integrity because he is using a process
to improve his ability in doing the things he
values.

Elsbree and McNally (7:185) agree with Wiles that the
self-evaluation program should grow out of a group effort
to improve the instructional program.

By working together

to determine what constitutes a good learning situation, the
teachers are more likely to take a positive attitude toward
self-evaluation.
One outgrowth of the group working together to improve
the instructional program might be the development of a
self-evaluation check list.

Wiles suggests that when the

check list is developed through a co-operative effort by the
total staff, it serves an important in-service function:
It gets teachers to explore the concept of better
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teaching; it provides for an interchange of ideas which
will broaden the thinking of all members of the staff;
it leads to consensus in the staff which provides a
basis for the evaluation of teaching techniques in
faculty discussion and individual conferences between
the supervisor and the teacher (35:301) •
..A;yar (2:507), in a discussion of the check list,
emphasized that it should not be thought of as a rating
device, but as a list of criteria that characterize good
teaching, learning, and supervision.

He states further that

"How good the check list is will depend upon the care with
which it is constructed and how relative it is to the
objectives of a given situation.

11

Spears expressed a word of caution in the use of the
self-evaluation forms:
School administration must move cautiously in the use
of teacher self-evaluation blanks. They should not be
used as a means of escape from duty by the administrator
or the supervisor. At most, such forms would be for the
teacher's own use. Their use reflects their title--selfevaluation--and little more. They carry no value for
comparative purposes. They may help a supervisor in
working with teachers individually but to file them in
a school office might imply in a sense some teachers
sould be testifying against themselves (31:421-22).
As indicated previously, one of the values of the
check list is the evaluating that goes on in its construction.
However, many times some sort of guide is necessary to enable
the group to get started in the right direction.
might be in the form of suggested criteria.

This guide

Tucker (34:20-29),

in attempting to develop a self-evaluation form for his
school district, found the following seventeen qualities
indicated as

11

imperative 11 for a self-evaluation form by the
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teachers surveyed:

Do I:
1.

Accept personal responsibility for compliance
with rules and for attention to administrative
requests?

2.

Use discretion and consideration in speaking
of my school or colleagues?

3.

Co-operate with immediate administrators and
supervisors?

4.

Work understandingly and co-operatively with
parents?

5.

Show genuine respect, concern, and warmth for
others, both child and adult?

6.

Maintain sound emotional adjustment; am I calm
and mature in my reactions?

7.

Have the respect of my students; secure voluntary co-operation; have a minimum of behavior
problems?

8.

Help children develop and strengthen their
moral and spiritual qualities?

9.

Recognize each child's emotional and social
needs?

10.

Handle behavior problems individually when
possible?

11.

Help children acquire good study and work
habits?

12.

Feel proud of my profession and attempt to
promote respect for it?

13.

Have genuine concern for all my students
regardless of their cultural, intellectual,
or academic status?

14.

Not abuse privileges?

15.

Continually grow professionally through study
experimentation, and participation in
professional activities?

15
16.

Ori ticize and. constantly try to improve my
work?

17.

Possess adequate subject matter background?
V.

SUMMARY

This chapter began with a brief discussion of the
history and development of evaluation in education.

current

trends in evaluation were mentioned and definitions of
evaluation by leading writers cited.

Evaluation was described

as either being concerned with the entire educational program
or limited to one specific phase.

The basic steps for

evaluating any supervisory project were listed.
Problems involved in the evaluation of teaching were
mentioned briefly, and the place of rating in evaluation of
teaching pursued.

The views of various writers on the use

of achievement tests for evaluating teaching were given.
Finally, self-evaluation as part of the evaluation program
was discussed and possible criteria to use in a selfevaluation form were listed.

CHAPTER III
CLASSROOM OBSERVATIONS
In the past, visitation to the classroom was primarily
for inspection and teacher rating.

The trend now is more

toward minimizing the teacher appraisal element and stressing
the co-operative study of problems relating to curriculum,
pupils, and teachers (10:39).
Otto (22:334) said,
Instead of talking about what the teacher did or did
not do, the tendency is to discuss ways of studying
children, the implications which the information has for
teaching, how the classroom environment can be re-structured to make learning more significant, and what added
material can be secured to meet individual needs better.

I.

IMPORTANCE

Direct observation of a teacher in action reveals a
great deal as to the quality and outcomes of her teaching.
It reveals an ease of manner born of self-confidence and
a sense of mastery, or lack of poise due to uncertainty
and self-depreciation. It reveals her knowledge and
organization of subject matter or units of work. It shows
her resourcefulness or lack of it in meeting changing
situations. It discloses her personality--whether
attractive or repellent, inspiring or depressing, cooperative or domineering. It shows strength or weakness
in planning, organizin~ and directing pupil activities.
It reveals the teachers techniques of approach and her
procedures in teaching and in checking the outcomes of
instruction. It shows her sense of values, her alertness,
and her ability to follow leads. It shows her housekeeping,
the general physical condition of the classroom, and a
score of other evidences of strength or weakness (4:531).
The importance of the observation was brought out
by the editors of the Elementary School Principal's

filh
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Yearbook:
Of the various techniques used by principals for
supervising the program, none exceeds in effectiveness
or in helpfulness that of constructively purposeful
visiting. Consistent and continuous personal contact
with teachers focused on the instructional program
seems to be basic to effective supervision (33:34).
Spears also feels that any school system should
include classroom visitation as a basic feature of its
instructional program.

He says a number of factors make it

so:
(1) The classroom is the heart of the teaching
situation.
(2) Teachers exert the major portion of their
effectiveness within the four walls of the
classroom.

(3) A good supervisory program grows out of the
classroom, and returns to enrich it.
(4) Classroom visitation comes about naturally as
a follow-up of instructional planning.

(5) Teaching guides and instructional materials

developed in committee meetings or workshops
find their use and test in the classroom
(31:267-268).

Spears expressed concern that today's classrooms are
in danger of being neglected.

11

Whereas earlier teachers felt

the frustration of a highly mechanical and inspectional
classroom supervisor, teachers today face the danger of
receiving little or no classroom supervision whatsoever"
(31:265).

He accounts for this trend away from classroom

observation by bringing out the following points:

(1) The

inspectional type supervision was distasteful to both the

18

teacher and the supervisor; (2) In a search for a new supervisory program, the classroom was by-passed and group
meetings were used in its place; and (3) these group meetings
were preferred over the classroom visits because they represented an economy of time (31:265-266).
Jordon maintains that a variety of supervisory methods
certainly should be included in any supervisory program, but
adds that

11

regardless of the ideas and techniques, old and

new, that come sweeping over the horizon, the principal must
still spend time in the classroom of his school 11 (4:30).
II.

PURPOSES

Briggs and Justman (3:317-323) list the following
purposes of classroom observations as suggestions to any
supervisor interested in improving instruction:
(1) 1.£ discover .:!ill&, especially good~ promising
characteristics QI.~ teacher.
Each teacher does some things better than others.

The

supervisor should try to discover the particular talents and
aptitudes of each teacher and devise means of using them
more effectively to improve the total educational program.

-

-

---- -

(2) To discover the needs of teachers.

............................

Some needs that teachers have will be given to the
supervisor willingly; other needs they will try to conceal
through fear of criticism.

It will be up to the supervisor

to discover these needs and plan effective ways of improvement.

19

(3) l.Q. stimulate teachers 1Q 12, their .J2!.ll.
11

Craftmanship in teaching is an art which, like other

arts, is vitalized and invigorated by professional scrutiny,
criticism, and the exchange of ideas".

The observation of

the teacher by the supervisor will challenge the teacher to
do her best.

The teacher who takes pride in her work will be

motivated by the opportunity to demonstrate her skill.
(4) !Q. obtain information !Q.r_ ~.!!!:Planning and
guiding~ supervisory program.
It is essential that first-hand information be compiled
to aid in the planning of the supervisory program.

The class-

room is the best place to determine the educational needs
of the children and the professional needs of the teachers.

(5) To discover the extent to which teachers are
-endeavoring 1Q apply supervisocy suggestions
previously~.
The supervisor should follow up suggestions given in
group or individual conferences to see that they are understood and that the teachers are making a reasonable effort
to apply them.

Some teachers will need much additional

assistance in carrying out these suggestions.

The observation

may also indicate that the supervisor has been ineffective in
presentation of the suggestions or in convincing the teacher
of their desirability.

(6) !Q. develop confidence l!! fil supervisory program
because teachers realize~
knows~ they™ doing.

fil

principal

Criticism is frequently expressed that principals do
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not know or understand intimately the work of their teachers.
Teachers are often skeptical of the value of suggestions made
to them by their principals when he is not in close contact
with the classroom.

"When teachers are assured that the

supervisor knows what they are doing, they will at least be
more open-minded to the suggestions he makes for improvement
and growth. II

(7) 12.

ill 1!!

integrating~ unifying .:!ill.!a school.

By working with each individual teacher in the classroom, the principal can learn the common needs of the
teachers.

He can then bring them together as a group to

work co-operatively toward the solving of these common
problems.

The principal will need to follow up these group

meetings with more observations to provide additional
information for the group to work with.
(8) To learn what administrative changes will

-facilitate"good teaching.

The principal can often improve conditions in the
classroom by transferring certain pupils to other teachers.
He can help change the attitude or behavior of individuals
in the classroom so that the teacher will be free to teach
without disturbing influences.

Through observations, the

principal can make such administrative changes as class
loads, grouping of pupils, scheduling of class periods, and
so forth, that should be made to facilitate teaching.

He

will also get first-hand information on the need of equipment and supplies.

21
(9) 12, build :!:ll2. the suvervisor's capital

accumulation S2!

~

filh

M

~

store of knowledge.

"However much a supervisor may know from his study
and from his own experiences in teaching, he can always learn
more by wide and appreciative observation. 11

Whenever the

principal visits a classroom and sees some procedure or
detail that is unusually meritorious, he should make note of
such practices in order to pass on this information to others
who may use it.
III.

TYPES

Supervisory visits can usually be classified into
three types:

announced, unannounced, and on call.

In the

announced visit, the teacher is notified sometime before
the visit is scheduled.

When a definite purpose for the

observation is decided upon between the teacher and the
principal, a co-operative effort is assured (10:39).
Harmon suggests that the announced visit eliminates
the alarm and surprise that sometimes grips a teacher when
the supervisor drops in unannounced (10:39).

On the other

hand, Kyte said that some teachers worry more over the
visit when it is announced (13:258).

Briggs and Justman

(3:327) suggest that after the teachers have realized the
necessity of observational visits and have been convinced
of their values, the attitude of suspicion and the nervousness resulting from fear will vanish.

"When the teachers
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and the supervisor understand each other and accept the
responsibility for co-operative effort looking to greater
success and further growth, visits can be made at any time
without embarrassment. 11
Kyte maintains that the unannounced visit, when
planned effectively by the supervisor, has certain advantages:
If he includes in his program unannounced visits to
all teachers, the procedure may serve as a constant spur
to the less trustworthy teacher, who fortunately, seems
to be disappearing from the ranks. When the right type
of professional and personal rapport exists between the
principal on the one hand and teachers and children on
the other, the principal's unannounced visit becomes an
acceptable professional procedure. He is able to observe
the regular daily work of the classroom (13:258).
Visits on-call probably belong in the category of
announced visits.

However, they differ in one respect from

the announced visits described previously.

The on-call visit

is made by supervisory leaders upon invitation of the teacher.
Harmon (10:39) suggests that there are both advantages and
disadvantages to this type of visit.

The advantages are that

(1) visits can be made when special help is desired by the
teacher and (2) when the teacher has done some bit of work of
which she is especially proud, she can call upon the principal
to share her accomplishment.

The disadvantages he mentioned

were that (1) teachers who need visitation are usually the
ones who do not ask for it and (2) some teachers tend to plan
a lesson that is not representative of their daily work.
Justman and Briggs feel that the planned, staged
performance of the teacher, listed by Harmon as being a
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disadvantage, can be used effectively by the principal at
the first of the school year.

They say that when a teacher

is invited to pick his own period for the observation, he
will naturally pick a time when
show to the best advantage. 11

11

he and the students can

This, they feel, is important

to the supervisor in that it shows the highest standards the
teacher has, a standard the teacher can reasonably be expected
to maintain and from which growth can begin (3:326).
On the question of whether to visit the classroom by
invitation or announcement, Spears says:
If instructional leadership establishes itself as
democratic and helpful, any principal or supervisor
serving in a school should find a welcome sign outside
the classroom. Such a helper should be able to move
in and out of classrooms freely. Teachers and supervisors should reflect a mutual appreciation. If this
statement sounds a bit idealistic, perhaps there are
some shortages in the supervisory program in the
immediate experience of the one thinking so (31:227).
Wiles indicated his thinking on the type of observational visit that is most effective with this statement:
11

After a basis of friendly understanding has been estab-

lished, the supervisor should let the teacher know that
help is available whenever the teacher wants it, and that
the supervisor is on call to assist with difficulties that
arise in the room

11

(35:306).

Although Spears agrees with Wiles that supervision
is most effective when asked for by the teacher, he suggests
that there might be a need for a different approach in some
cases.

Supervision

11

need not be spineless."

He went on to

24
say, "There is still a place for the direct suggestion to a
teacher straight from the supervisor without having to be
smuggled into the classroom through an in-service course or
a committee report 11 (31:277).

Commenting on the contention

of some writers that the insecure teacher should be approached
cautiously, he counters with this statement:
It might well be said that supervision if effective
cannot avoid insecurity in all cases. No teacher has the
right to consider the classroom as a private, impregnable
domain; and one that does has usually grown into that
state because of the lack of adequate supervision. There
are times when supervision has to choose between the
instructional welfare of a group of children and the
selfish welfare of an individual teacher. This is not
often, but it is an occasional situation that administrative leadership cannot avoid (31:278).
Shane and Yauch expressed a similar view:
A great deal has been said about respecting the
individuality of teachers, and working co-operatively
with them in the development of suitable programs.
However, unless educational anarchy is to result--with
protection of incompetence being fostered through a
pseudo-humanitarianism--it is essential to accept the
idea that certain basic responsibilities for the overall direction of the program reside in administrators
and supervisory consultants (29:112-113).
Although the various writers disagree on the type of
observation that is most effective, it would seem that no
one type of observational visit should be used exclusively.
The needs and purposes should determine whether visits
should be by invitation or at the discretion of the principal ( 3: 278 ) •
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IV.

PLAliNING FOR THE VISIT

In order to assure the success of the observational
program, the principal should include the teachers in
planning and policy making.

By including the teachers in

this phase of preparation, the success of the program will
be greatly enhanced.

When the principal has gained the

confidence of the teachers, he will then be able to approach
the matter of a co-operative search for effective instructional procedures (31:279).

Gaining the confidence of the

teachers and building wholesome attitudes toward the
observations should receive major consideration in planning
the program.
If the observational program is something new in the
school, the principal should proceed slowly.
especially, fear change.

Older teachers,

They are afraid that the techniques

they already know may not work under new conditions, and
they are not sure they can acquire new ones that are as
effective (35:178).

Fear of a supervisor's visits probably

stems from the fact that the visits are not a well established
part of the program (31:278).

When teachers are assured of

a willing and interested listener, of a friend who has the
desire and ability to help, the door of the classroom will
open wider to the supervisor (8:312).

The development of

teacher attitudes toward the visitation rests on a combination of personality traits and technical skills possessed
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by the individual who visits the class (16:240).
Before visiting any classroom, the principal should
make careful plans for his overall observational program.
He should first determine the amount of time he has available for his program and then plan the number of visits
that he can possibly include in his schedule.
Kyte (13:256) mentioned that an investigation of the
time that principals devote to classroom observation
indicated that in a course of a month the nonteaching
principal averages over thirty visits.

The data in the study

also indicated that the number of visits by the average
principal could be increased substantially as 25 per cent of
the principals reported finding time for at least forty-four
visits a month.
Peckham (24:35) indicated that the number of visits
a principal malces may not be so important:

11

The principal

who takes pride in the number of visits he is able to make
in a week should ask himself how much e;ood he is doing by
these hurried calls. 11
In regard to the amount of time the principal should
spend in the classroom, Jordon (12:28) had this to say:

11

Any

principal who is not spending at least 50 per cent of his
time in systematic visiting and observation in classrooms is
neglecting his professional responsibility and accepting his
sa1 ary under false pretenses. It
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The length of the principal's supervisory visit varies
with the purpose.

Kyte said that in most cases he should set

aside more time than he needs (13:256).

In comparing findings

of recent investigations with those of earlier studies, Kyte
found that principals are increasing the length of supervisory
visits to the classroom.

He found that less than 20 per cent

of nonteaching principals averaged under twenty minutes a
visit and 40 per cent averaged at least 30 minutes a visit
(13:257).
The supervisor should make specific preparations for
each supervisory visit.

The following is a plan followed

by one principal in preparing for an effective observation:
(1) Plan what I wish to visit by consulting my
program.
(2) Check any previous notes I may have to refresh
my memory regarding work visited previously.

(3) Make every effort to know the pupils and their
achievement in the grade thus far, so that I
may be sure to observe intelligently and to
understand better the teacher's problems.

(4) Read or study some helpful reference on the work
the teacher is doing, in order that my own
judgment and analysis may be more sound.

(5) Consult her program to see when I should visit
her class (13:259).

V.

CONDUCT OF THE SUPERVISOR DURING THE OBSERVATION
How the supervisor conducts himself while observing

is important in determining the relationship which will
develop between the teacher and the supervisor.

He should
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make sure that his arrival in the room causes as little
distraction as possible (6:57).

Briggs and Justman (3:331)

suggested that the supervisor's entrance into the room could
be a

II

disturbing . shock ll to the teacher and, if possib l e, the

entrance should be timed so that it does not come after the
class period has started.
Upon entering the classroom, the supervisor should
find a chair and seat himself so that he has a clear view of
the total group at work.

The classroom situation will

usually indicate how active he will be, but generally his
role will be one of quiet observation (6:57).

Although

agreeing with other writers that the principal should not
join in the discussion unless invited to do so, Peckham

(24:35) said, "The supervisor who becomes part of the teaching
situation is a more welcome guest than one who appears to be
a disinterested visitor making a routine call.n
The attitude that the supervisor takes while visiting
will determine the atmosphere in the classroom.

Coleman

expressed the effect some supervisors have on the students
when she said:
There are no benefits derived from awed, embarrassed
silences, from patnful minutes that stretch interminably
or from
youngsters frightened, stilted responses. Yet
11
some supervisory visits 11 may be summed up in just that
way (5:64). ·
While observing, the supervisor should carefully
refrain from any facial expressions or gesture that might
indicate disapproval on his part of something observed.

A
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reassuring smile is always welcome, especially to an insecure
teacher to help her feel more at ease (6:58).

If the visit

is a pleasant one for all concerned, pupils, teacher, and
supervisor, the class will look forward to having him visit
again (24:35).
While observing, the principal may want to ask himself
such questions as the following:
Is the classroom one in which children feel secure in
their relationship with each other and the teacher?
Do the children see purpose in what they are doing?
Are children seeking ways of carrying their purpose
or are they seeking to discover what the teacher
wants done?
Is there opportunity for creative thinking and
activity in the classroom?
Is cooperation encouraged?
Are children stimulated to evaluate their ways of
working and to plan revision of procedures that will
make their work more effective?
Are the classroom equipment and materials organized to
increase the efficiency with which the group achieves
its purposes (35:307)?
In a discussion of how long the supervisor should
stay in the room, Briggs and Justman had this to say,
The best advice regarding the length of a visit for
observation is that the supervisor should remain in the
classroom long enough to achieve the purpose for which
he crune, and he should be sure that his information is
reasonably complete before he is willing to leave

(3:335).

Crosby mentioned that the length of the visit could
also be affected by the reaction of the teacher.

She said
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that if the teacher is ill at ease and tense, it will be
better for the supervisor to make his visits brief until the
situation has changed (6:59).
Leaving the room after a visit should be timed with
some break in the activities.

This enables the supervisor

and the teacher to exchange brief remarks concerning the
observation.

The discussion of problems should not be brought

up at this time.

Crosby said, "The supervisor who observes

and leaves without a word to the teacher is inevitably setting
up a block to rapport and to the establishment of good working
conditions u

( 6: 60)

VI.

•

RECORDS OF SUPERVISORY VISITS

Whether the supervisor should take notes while
visiting the classroom is a topic which has resulted in
considerable controversy among the various writers in the
field of supervision.
Farely and Santosuosso said,

11

In general, note-taking

can be dispensed with, for those factors which are unimportant
enough not to impress themselves on the supervisor's memory
are not important at all 11 (8: 313).
Crosby feels that the supervisor should keep in mind
the purpose of the observation and mentally organize his
thoughts for the follow-up conference.

She said that the

principal could make any notes he felt necessary after
leaving the classroom.

11

It is almost a certainty that note-
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taking by the supervisor will successfully block rapport
between teacher and supervisor 11 (6:58).
Briggs and Justman took the opposite stand when they
said

11

the supervisor needs very much to have a record of his

observation in order that his subsequent reflection may be
based on something more trustworthy than memory 11 (3:342).
These two authors suggested that an ideal record of what
goes on in the classroom would be a stenographic report.
Kyte maintains that the teachers will not object to
note-taking in the classroom when they are permitted to see
the notes afterward, are given an opportunity to discuss the
classroom performance with the principal, and are given
constructive help by him on the points observed (13:261).
Coleman expressed somewhat the same opinion:

that the

fear the pencil and paper holds for the teacher during an
observation can sometimes be overcome by a discussion with
the teacher of the purposes of note-taking and going over
the notes with the teacher during the following conferences
(5:167).
A study mentioned by Harmon on recording practices
found that most principals wrote brief notes following their
visits to the teacher's classes.

These summaries were

usually recorded on forms developed within their own schools.
The supervisory report usually included such things as the date,
hour, subject taught, grade taught, building, teacher, room
conditions, suggestions, and the signature of the principal
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(10:40).
Crosby maintains that care should be taken in the use
of supervisory records:
Supervisory records should never be used as an
administrative weapon for evaluating teachers, for
rating them, for discharging them, or for failing to
renew their contracts. Records for essential administrative purposes should be separate and distinct from
those developed as a means of guiding supervisory
processes. Use of supervisory records for administrative purposes represents a misuse creating one of the
greatest threats to the establishment of supervision as
a genuine service function (6:99).
VII.

SUl-1MARY

This chapter began with a discussion of the importance
of the observational visit in conducting a supervisory
program.

The many purposes that the visit might have for

the principal were given, and suggestions for carrying out
these purposes were made.

Three general types of visits

were listed, and the advantages and disadvantages of each
were cited.
The necessity of planning the visit in advance was
stressed, and the number and length of the visits discussed.
How the supervisor should conduct himself during the observation was mentioned.

Finally, views of various writers on the

necessity of keeping records of supervisory visits were
given.

CHAPTER IV
THE INDIVIDUAL CONFERENCE
The objective of the follow-up conference is to
help the teacher secure deeper insight and understanding
of the problems of education, to satisfy her need to
know if she is doing well, and to provide her with an
opportunity to develop and carry out plans which will
bring about progress (15:49).
I.

TI¥.LE ATu'"D PLACE

In order for the individual conference to be successful, a certain amount of planning and preparation is
necessary.

Two points that should be considered are the time

and place of the conference.

Adams and Dickey (1:131) said

that usually the first conferences should be held in the
teacher's classroom.

They feel that the office is likely to

cause the teacher to feel uneasy.

Interruptions by the

telephone and office personnel are other reasons they feel
that the office might not be the best place for the conference.
Wiles (35:284) expressed a similar view:
No one tells his secret desires or plans on a street
corner or at a party where all may hear. Nor will a
person express himself openly if the conference is being
constantly interrupted by people entering the conference
room or by the ringing of the telephone.
The conference should be arranged at a time that is
convenient for both the teacher and the principal (1:129).
Usually the best time is an unassigned period in the teacher's
schedule or after school (11:116).

It is important that the
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teacher not be kept waiting.

Nothing irritates so much as

being made to wait for no apparent reason (1:130).
Just how long the conference will take cannot be
predicted accurately.

Usually it will require from fifteen

minutes to a half hour; in unusual cases it may require a
full hour.

If it is carefully planned, the amount of time

need not be great (11:116).

Wiles indicated the length of the

conference depends upon the circumstances involved:
A successful conference cannot be rushed. When
understandings are to be reached upon which future action
will be based, both parties must have ample opportunity
to clear up any hazy points.
Neither must the conference lag. A sense of constant
progress must exist. Progress, however, may be in the
direction of establishing better relations, as well as
in logical movement to a conclusion. Signs of impatience
or dissatisfaction or confusion are an indication of a
need for readjusting the speed of the conference (35:286).
II.

PLANNING AND PREPARING

Before each conference the principal should review all
pertinent information about the teacher and her work.

Adams

and Dickey suggest that the principal ask himself the following questions while planning for the conference:
What have been the purposes of other conferences? If
no conferences have been held, what is the personal background of the teacher? What was the teacher's objective
in the lesson observed? How was it related to previous
work with the pupils? Did the teacher and pupils appear
to work together to achieve the purpose of the lesson?
What were the details observed as to method of presentation, leading questions, assignment, direction of pupil
activity, evaluation of results? How may they be
improved? How may these points be handled in the conference? What are the teacher 1 s strong points? How may
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they be utilized in long-term planning for growth (1:131)?
Reeder maintains that any check-list type methods
used by the principal in the conference is an authoritarian
approach and will produce unsatisfactory results:
The situation in the conference will tend to be one
of attack and defense. The supervisor is placed in the
position of pointing out to the teacher what was good
or poor in his performance. It is natural psychologically
for the teacher to try to defend himself. The result
tends to be an argument which each participant tries to
win (25:100).
Reeder suggested that any principal conducting a
conference with a teacher should be aware of Carl R. Rogers 1
theories on client-centered therapy and their relationship
to supervision.
In the theory of the client-centered type of counseling,
the problem of the counselor is to ascertain the internal
frame of reference of the client, to help him discuss and
examine this frame of reference, and finally to assist
him to change it in those particulars in which it is
desirable (25:283).
According to Reeder, the theory of non-directive
counseling is based in the main on two major premises:

first,

"that no external advice from another person can have the
compulsive force in directing behavior that a person's own
understanding of himself and his convictions of what he
ought to can have" and second, "that no person can examine
completely and know thoroughly the total configuration of
another's mind 11 (25:284).
Most authors writing on the subject of how the
principal can best aid the teacher in determining and
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analyzing his problems seem to support Rogers' counselorclient theories.
Jacobson, Reavis, and Logsdon said,

II

If the conf erence

is to be of value, the teacher should be led to do most of
the talking.

If the teacher can be induced to analyze

strengths and wealmesses in procedures, she will be much
more receptive to change 11 (11:116).
Jordon expressed somewhat the same feeling:

11

The

principal should remember that the conference belongs to
the teacher and his activity; the teacher is the most important factor in this process--the teacher's thinking, asking,
evaluating, and conclusions produce results in the classroom 11

(12:207).
Adams and Dickey stated a similar view:

11

The central

point in the individual conference is to aid the teacher in
determining and analyzing his problems 11 (1 :136).

They also

said that the most successful consultants are good listeners.
The principal should not do the teacher's thinking for him.
Adams and Dickey feel that the conference can only be worthwhile if the teacher is led to solve his own problems and
discover for himself his weak points and needs (1:136).
Adams and Dickey indicated that the principal must be
somewhat of a psychologist:
Any one who works with people knows that he must become skilled in sensing the real, often unmentioned,
reactions to him and to different situations. It is easy
for the supervisor to antagonize unconsciously or to
develop an emotional block, particularly in the individual
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conference. The discussion of teaching is at best a
difficult undertaking (1:128).
III.

PROCEDURE

If the evaluation conference is to be used effectively,
the principal should make use of every technique and skill
available to get the teacher to do most of the talking and
evaluating.

Richard Fear, i n ~ Evaluation Interview,

brought out many points that should help the principal achieve
this goal.

Although Fear's book is written on interviewing

applicants for jobs in industry, many of the ideas presented
would be applicable to the conference between the principal
and the teacher.
In one instance Fear referred to the "calculated
pause 11 (9:78).

He stated that inexperienced interviewers have

a tendency to become uncomfortable whenever a slight pause
in the conversation occurs and will break in prematurely with
unnecessary comments or questions.

The experienced inter-

viewer tends to wait the applicant out, purposely permitting
a pause to occur from time to time.

They do this as conscious

technique, knowing that the applicant will frequently
elaborate on a previous point rather than allow the discussion to come to a standstill.

Fear cautioned that these

pauses should not be used too frequently nor any one pause
permitted to extend too long.

11

If the candidate does not

pick up the conversation after a five or ten-second break,
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the interviewer should come to his assistance with an
appropriate question or comment" (9:78).
Fear suggests that follow-up questions can be
by the use of certain introductory phrases.

11

softened 11

Instead of using

a blunt direct question that may seem to put the teacher on
the spot, the following introductory phrases can be used to
soften up almost any direct question:
Is it possible that • • • •
Would you say that • • • •
What prompted your decision to • • • •
How did you happen to • • • •
Has there been any opportunity to • • • •
To what do you attribute that • • • • (9:98).
Two other techniques that Fear mentioned in the
evaluation interview that could also be used in connection
with the principal-teacher conference are the use of facial
and vocal expressions by the principal.
Fear said,

11

Few of us stop to realize how limited are

our means of getting through to another person in a face-toface situation 11 (9:65).

He maintains that anyone can improve

his facial expressions by doing two things:

(1) raising the

eyebrows frequently, and (2) smiling more often.
the importance of facial expressions, Fear stated,

In stressing
11

None of

us finds it pleasant to talk to a stone-faced individual.
Unfortunately, those of us who tend to be somewhat stone-faced
are not always aware of the impression we make on others 11

(9:65).
It stands to reason that the use of facial expressions
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can be overdone.

However, as a possible technique for use

in the principal-teacher conference, it deserves consideration.
Fear brought out that just as most people fail to
make use of appropriate facial expressions, so they overlook
the effective use of the voice.

He said that some inter-

viewers tend to talk too loudly, which has the effect of
putting the other person in a minor role (9:65).

If the

teacher is to do most of the talking, the principal must keep
his voice to a low conversation level in order to encourage
her to talk freely.
Most writers agree that the principal should always
be able to find something good and commendable about the
work the teacher has done.

They feel it is important to the

teacher's self-respect that compliments be included as a part
of the conference.

Jacobson, Reavis, and Logson expressed

this view as follows:
Certainly the conference should commend whatever is
good and deserving of commendation. Honest praise is a
far greater incentive to future development than sharp
reproof, no matter how greatly merited the latter may
be (11:116).
Percival M. Symonds, in his article "Supervision as
Counseling, 11 brought out the need of the teacher for praise
and commendation:
In my own studies of personality adjustment of teachers,
I have found the one need teachers have above all others
is to avoid feelings of inferiority. I do not know
whether teachers are dominated by feelings of inferiority
more than other workers, but I know that th.is feeling is
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widespread among teachers. They feel inadequate in their
work. They feel they are not living up to their own high
standards and that they are not appreciated by others.
They feel timid in the presence of others. They feel
personally inadequate (32:56).
Spears (31:228) probably sums up all authors' opinions
on this subject with the statement:

11

Any supervisor should

recognize the good in the instructional program regardless of
how obvious the shortcomings. 11

IV.

ENDING THE CONFERENCE

As the conference draws to a close, some effort must
be made to organize for the future.

Teachers should never

leave the conference until their minds are directed toward
the next step (12:208).

It is not enough to let the follow-

up be a matter of chance.

There should be a continuous check

to see if the results that were expected from the conference
have materialized (17:107).
Kyte (13:286) feels that a supervisory visit by the
principal should follow the conference.

He said that this

conference should occur after the teacher has had time to
study the suggestions agreed upon during the conference and
put them into practice.

11

This follow-up observation will

disclose to the principal the progress that has been made by
the teacher and will enable him to give her additional help
if needed.

11

He also suggested that plans might be made for

an additional conference to go over any points that they were
not able to cover during the first conference.

Another
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follow-up plan Kyte suggested was the demonstration lesson.
This lesson could be given by the principal or by a "master!!
teacher available for this purpose in some districts (13:287).
Adams and Dickey (1:140) recommended that after the
conference the supervisor should record the outstanding
phases of the interview.

They suggested he record such things

as the teacher's attitude toward the conference, suggestions
that were made, and steps that were to be taken in the future.
They emphasized that it is important that the supervisor malce
notes of any commitments he himself has made in helping to
solve the problem so that he will be certain to follow
through on his promises.
Jordon (12:208) suggests the possible final touch for
the conference:
When the conference has been concluded, when all the
business is over, the principal turns the conversation
toward informal subjects. Other than school topics can
be discussed. The teacher's personal life, the world at
large--in fact, everything but politics and religion-will furnish subjects of interesting conversation.
Teachers should enjoy this particular part of the conference, and the principal should bring the meeting to
a close with pleasant or humorous remarks. Those, however,
who cannot for some reason be funny should never try.
V.

SUMMARY

This chapter began with a discussion of where and when
the individual conference should be held.

Providing

sufficient time for the conference was stressed as being
important.

The necessity of planning and preparing for the
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conference was mentioned, and possible questions the principal could ask himself while planning were listed.
Carl Rogers' theories on non-directive counseling
were briefly analyzed in their possible relationship to the
supervisory conferences.

The importance of the teacher

being led to do most of the evaluating was stressed.

Possible

techniques and skills the principal might use in carrying on
a successful conference were given.

Finally, suggestions

were given to aid the principal in bringing the conference to
a close.

CHAPTER V
SU!Jll1ARY AND CONCLUSIONS

This paper tried to determine the function of evaluation in the measurement and appraisal of teaching efficiency.
The three methods used most frequently in evaluating teachers
are rating procedures, use of achievement tests, and selfevaluation practices.

From the statements of many writers

on the use of these methods, it is obvious that there is no
single device for satisfactorily evaluating teacher.
Shannon (6:525) expressed what seemed to be the popular view:
11

To hope to measure efficiency in teaching with exactitude

is to chase a rainbow. 11
This paper also tried to determine the function of
evaluation when used as a co-operative effort between the
individual teacher and the supervisor in improving teaching.
When evaluation is used in this way, it is generally felt
to be most effective.

Only when teachers see the need for

improvement will any progress be made.

Only through working

directly with the individual teachers can the principal help
them to see this need.
Finally, this paper tried to determine how the supervisor can use observations and individual conferences to
help the teacher evaluate her work.

Through the observation

the principal can determine the educational needs of children
and the professional needs of teachers.

Through the
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conference, the principal can aid the teacher in determining
and analyzing these needs.

By working together as a team,

they can develop and carry out plans that will bring about
progress.

BIBLIOGRAPHY

BIBLIOGRAPHY
1.

Adams, H.P., and F. G. Dickey, Basic Principles of
Supervision, New York: .American Book Company, 1953.

2.

Ayar, Fred c., Fundamentals QI. Instructional Supervision,
New York: Harper and Brothers, 1954.
Briggs, Thomas H., and Joseph Justman, Improving
Instruction Through Supervision, New York: The
MacMilliam Co.

4.

Bush, A. s., 11 Me~hods of Evaluating the Quality of
Instruction, Appraising the Elementari-School
Program, Dept. of Elementary School Principals,
16th Yearbook, July, 1937.

5.

Coleman, Elsie, 11 The Supervisory Visit, 11 Educational
Leadership, 2:164, January, 1945.

6.

Crosby, Muriel, Supervision il qo-operative Action,
New York: Appleton-Century-Croft, 1957.
Elsbree, Willards., and Harold J. McNally, Elementary
School Administration and Supervision, New York:
.American Book Company, 1951.

8.

11
Farely, Genevieve J., and John J. Santosuosso,
The
11
Supervisor and Classroom Visitation, Educational
Administration~ Supervision, 43:311-318, 1958.

9.

Fear, Richard A.,~ Evaluation Interview, New York:
McGraw-Hill Book Company, Inc., 1958.

10.

Harmon, Allen c.li 11 Olassroom Visitation as a Phase of
Supervision,' American School Board Journal, 118119, June, 1949.

11.

Jacobson, Paul B., I'lilliam c. Reavis, and James D.
Logsdon, The Effective School Principal, New York:
Prentice-Hall, Inc., 1954.

12.

Jordon, William o., Elementarx School Leadership, New
York: McGraw-Hill Book Company, Inc., 1959.

13.

Kyte, George O.,
Principal a t ~ ' New York:
and Company, 1952.

14.

Lawson, Douglas E., School Administration, New York:
Odyssey Press, 1953.

ru

Ginn

47
15.

Lawson, Thomas o., and
Emery Stoops, 11 How to Visit
11
Your Classroom, The School Executive, 44:47-49,
March, 1957.

16.

Liggitt, William A., "Classroom Visitation, 11 National
Association of Secondary School Principals, 34:236244, December, 1950.

17.

Lindsey, Margaret, !!Talking it Over Helps, 11 Educational
Leadership, 4:29-32, November, 1946.

18.

Mead, A. R., 11 Some Basic Considerations for Merit Ratings
of Teachers," Educational Administration~ Supervision, 44:276-277, September, 1958.

19.

11
Melby, Ernesto.,
The Role of Evaluation in Improving
11
Teaching, Educational Leadership. 15:218-220,
January, 1958.

20.

Melchior, William T., Instructional Supervision, Boston:
D. c. Heath Company, 1950.

21.

Morgan, H. c.~ 11 Measuring the General Effectiveness of
Teachers, Evaluating the Work .Qf the School,
William C. Reavis (ed.J,The University of Chicago
Press, 1940.

22.

Otto, H.J., Elementary S9,.h_ool Organization~ Administration, New York: D. Appleton-Century-Croft, Inc.,
1954. -

23.

Patrick, T. L., 11 The Importance11 of Evaluating the Work
of the Individual Teacher, Educational Administra11.Qll and Supervision, 42:4-9, January, 1956.

24.

Peckham, Dorothy R., Principles and Techniques of
Supervisio1-1, Dubuque, Iowa: William C. Brown Co.,
1953.

25.

Reeder, Edwin H., Supervision ,in ~ Elementary School,
Cambridge, ¥1assachusetts: Houghton Mifflin Company,
1953.

26.

Rose, Gale, 11 Toward the Evaluation of Teaching,
Educational Leadership, 15:231-237, January, 1958.

11

Ryans, David G., II The Criter i a of Teacher Effectiveness, II
Journal of Educational Research, 32:690-699, May,
1949.
-

48

28.

Shane, Harold G., 11 A 1950 Census of Evaluation Practices, u
Educational Leadershiu, 8:73-77, November, 1950.

29.

____ , and Wilbur A. Yauch, Creative School Administration, New York: Henry Holt and Company, 1954.

30.

Shannon, J. R., 1111 Difficulties in Estimating the Efficiency
of Teachers, Appraising~ Elementary School
Program, Dept. of Elementary School Principals, 16th
Yearbook, July, 1937.

31.

Spears, Harold, Improving the Supervision of Instruction,
New York: Prentice-Hall, Inc., 1953.

32.

Symonds, Percival M., uSupervision as Counseling, 11
Teachers' College Record, 44:417, March, 1943.

33.

11

34.

Tucker, Rollyn Lee, "An Attempt to Organize Criteria
into a Self-Evaluation Form for the Elementary
Teachers (Grades 1-8) in Lewis Cou.nty, 11 Unpublished
Master's thesis, Central Washington College of
Education, Ellensburg, Washington.

35.

Wiles, Kimball, Supervision for Better Schools, New
York: Prentice-Hall, Inc., 1955.

The Elementary School Principalship, 11 The National
Elementary Principal, 37th Yearbook, 1958.
·

